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With the outbreak of COVID-19 being declared a pandemic by the World Health Organisation, educators
worldwide are facing a major challenge in how to adapt, become resilient, and to monitor/detect potential
safeguarding issues amid nursery and school closures. Online communication between parents, children and early
years practitioners/teachers rapidly became a new ‘norm’ during the first lockdown in the UK. This paper reports
on quantitative and qualitative findings from 55 participants compromised of early years practitioners and pri-
mary school teachers working with 3 to 8 years old children in the South-East of England. Methods of data
collection deployed online surveys and a qualitative focused questionnaire, to capture what measures nurseries
and primary schools adopted to ensure children are safeguarded. We argue that pressure on early years practi-
tioners and teachers to monitoring safeguarding children by using various online platforms is physically and
emotionally challenging. This paper highlights the difficulties of detecting safeguarding issues amid school clo-
sures, which should be avoid during further future closures.1. Chronology of the pandemic in the UK: March and April 2020
The first UK confirmed death from COVID-19 was reported on 5th
March 2020 (Public Health England, 2020). With the COVID-19
pandemic gripping the UK, the government came under increasing
pressure to close nurseries and schools. A question on closing schools
became a regular feature from journalists to the government panel at the
daily COVID-19 Downing Street press briefing. University College, Lon-
don has reported (Roberts, 2020) that keeping nurseries and schools
closed has little impact on stopping the spread of the COVID-19, despite
children being labelled as ‘super spreaders’ and ‘carriers’ of the corona-
virus (Withers, 2020). This raises concerns as to whether the cost of
nursery and school closures outweighs the benefits, as it potentially im-
pacts harmfully on the well-being of children and early years teachers
(EYT).
Delaying school closures was a controversial government strategy.
Stewart and Busby (2020) reported that Sir Vallance, the UK govern-
ment’s chief scientific advisor, defended the government’s ‘herd immu-
nity’ strategy, which included keeping schools open and delaying
‘lockdown’. Davis and Lohm (2020) argued that numerical narratives onk (T. Khan), e.mikuska@chi.ac.u
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through analysing data on transmission, mortality, effectiveness of
treatment, vaccine and containment. However, it was becoming apparent
that schools were struggling to keep up children’s attendance, as parents
took their children out of school for fear of catching the coronavirus
(Adams et al., 2020). In addition, EYT withered to an unacceptable level,
as the public (as well as EYT) followed government guidance on
self-isolation.
On 18th March 2020 the Prime Minister, Boris Johnson, announced in
his daily COVID-19 address the closure of all schools including nurseries
in England, until further notice. This undoubtedly would have a major
impact on child development and on professional practice. Guidance was
issued on social-distancing (Department of Health and Social Care, 2020)
and schools were asked to remain open as a ‘childminding’ service for
‘keyworkers’, with a list of who would qualify as a keyworker being
published by the government (Department for Education, 2020a). This
announcement brought both relief and apprehension for parents, stu-
dents sitting milestone exams (GSCE and A-Levels) and educational
providers.k (E. Mikuska).
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most of Europe and implemented school closures. However, along with
this came uncertainty and concerns, with the latter, for example, child-
poverty and children not getting ‘the only square meal a day’, which
they would receive if they were still at school. Extraordinary measures
were taken to ensure that schools’ vulnerable learners from families on
low-incomes were still able to benefit from these free school meals
(Weale, 2020a). Yet, there was very little media coverage on schools
ensuring that safeguarding issues were detected and monitored, espe-
cially child neglect or child abuse, as well as the less common but still
important issues, particularly amongst certain ethnic groups, of forced
marriage (FM) and female genital mutilation (FGM). Although the UK
government issued guidance on safeguarding (Department for Education,
2020b, p. 3), which stated: “It is important that all staff who interact with
children, including online, continue to look out for signs a child may be at
risk.” However, there was no direction on how to look for signs where
children or their parents were unable to engage online during nursery
and primary school closures.
On 6th April 2020, the Home Secretary, Priti Patel addressed the need
to support victims of domestic abuse including children and announced
funding in the sum of £2 million. The national domestic abuse helpline
has reported a surge of 25 percent in online and telephone calls for help
amid the COVID-19 lockdown (Kelly & Morgan, 2020). However, Weale
(2020b) reported that child protection referrals, mainly made by
educational institutions and health care professionals, have plunged by
more than 50 percent. Local authorities have attempted to monitor
vulnerable children by urging that they attended schools amid lockdown.
Nevertheless, worried parents have been very reluctant to send their
children to school as they are concerned about the risk of other family
members catching COVID-19, and their children being stigmatised as
vulnerable (Weale, 2020b). As school closures continue, Ali and Alharbi
(2020, p. 728) argue that COVID-19 has affected all the sectors of society.
Evidently, vulnerable children have become invisible to the detection of
safeguarding issues.
On 16th April 2020 the UK government reviewed and extended the
original COVID-19 lockdown (announced on 24th March 2020) for a
further three weeks. It is known that since lockdown has been in oper-
ation, calls to helplines for child and adult abuse have experienced
exponential increases (Kelly & Morgan, 2020). In addition, whilst the
advice from the Foreign and Commonwealth Office (2020) is against
non-essential travel worldwide, airlines are greatly reducing, but not
stopping the availability of flights. Some countries have shut their bor-
ders to incoming travellers, or are restricting entry to foreign nationals.
However, this still leaves open the opportunity for FGM and FM to take
place abroad without detection. In these circumstances, how are teachers
expected to monitor such safeguarding issues amid school closures, and
now through ‘lockdown’? Therefore, it is essential to address the role of
early years practitioners and teachers in addressing safeguarding con-
cerns, in particular, how to safeguard children who may be at an
increased risk of abuse, harm and exploitation from a range of sources.
Additional consideration needs to be given to how to make early con-
tingency plans for any future variation or tightening of restrictions. The
question on how to detect and prevent forced marriage (FM) and female
genital mutilation (FGM) remains an increased concern.
2. UK government policy
The early years foundation stage (EYFS) (DfE, 2017) statutory
framework sets the standards that all early years providers must meet to
ensure that children aged 0 to 5 learn and develop well and are kept
healthy and safe. Early years setting are nurseries, children centres and
childminding services. Section 3.4 of the guidance states that:
‘Providers must be alert to any issues of concern in the child’s life at
home or elsewhere. Providers must have and implement a policy, and
procedures, to safeguard children.’ (DfE, 2017: 16)2
The guidance suggests that appropriate policy on safeguarding must
be implemented; however, the guidance does not address how to detect
abuse or neglect when communicating with children online. Section 3.6
of the guidance highlights how to identify signs and symptoms of abuse
and neglect through focusing on indicators that tend to be mainly visual
signs, such as unexplained bruising. A further document/guidance is
required that outlines indictors for early years practitioners and teachers
on how to detect abuse through online communication with children. For
example, the mere lack of engagement itself may be an indicator. To
support early years providers during the coronavirus (COVID-19)
pandemic, the government temporarily disapplied and modified certain
elements of the EYFS (DfE, 2017) statutory framework. This was to allow
providers greater flexibility to respond to changes in workforce avail-
ability and potential fluctuations in demand, while still providing care
that is high quality and safe. The original disapplication came into force
on 24 April 2020 with the end planned to be on 25 September 2020.
Another important document is the Working Together to Safeguard
Children (HM Government, 2018) which is a guide to inter-agency
working to safeguard and promote the welfare of children. Whilst it is
parents and carers who have primary care for their children, local au-
thorities, working with partner organisations and agencies, have specific
duties to safeguard and promote the welfare of all children in their area.
This document provides a link to the legislation surrounding criminal-
ising the practice of forced marriage (FM) and female genital mutilation
(FGM) (Behaviour, Crime, & policing Act, 2014). The government has
identified early years practitioners and teachers as frontline workers
which included the role for detecting and preventing FM and FGM. This
perception needs now to be widened to incorporate practice online, along
with maintaining communication with parents, carers and monitoring
potential safeguarding issues.
3. The role of early years practitioners and teachers in detecting
safeguarding concerns
One important pastoral role that early years practitioners and
teachers have is to safeguard children from harm. It was acknowledged
by the End of Violence Against Children (EVAC, 2020) that the COVID-19
pandemic is having a devastating impact on children by exposing chil-
dren to increased risk of violence including maltreatment, gender-based
violence and sexual exploitation. EVAC claims that governments have a
central role to play in ensuring that COVID-19 prevention and response
plans integrate age appropriate and gender sensitive measures. These
measures should protect all children from violence, neglect and abuse.
Therefore, child protection services and workers must be designated as
essential and resourced accordingly. In England, the Department for
Education (2020b) has issued detailed guidance to all educational in-
stitutions, including nurseries, suggesting what educational institutions
need to do in collaboration with the local authority to report abuse.
Other literature problematises FM and FGM by highlighting them as
barbaric practices (Brah, 1996; Chantler, 2012) that trivialise and omit
one or both parties’ consent to the marriage (Foreign and Common-
wealth Office, 2014). Khan’s (2019) research found that the UK gov-
ernment appeared to have constructed teachers’ roles as ethical
gate-keepers, and possibly views them as best positioned to tackle so-
cial issues with young persons, such as bullying, drug-use and FM.
Teachers are expected to detect FM, FGM and abuse (Foreign and
Commonwealth Office, 2014; Khan, 2019) as part of their safeguarding
role. More research is required in this area to uncover and examine the
impact on teachers of implementing FM policy. This study highlights the
impact on teachers’ of maintaining this safeguarding role through the
COVID-19 pandemic.
4. Methodological approach
The methodology for this paper combined a review and analysis of
secondary data (namely policy documents, literature, legislation and
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this paper were collected within the first three weeks of the UK lockdown
(i.e. between 20th March 2020 and 10th April 2020). The researchers
acknowledge that this was a limited period, but the aim was to capture
views about the challenges of the first few weeks of school and early
years settings closure.
Data collection involved collecting data by using two methods. First,
we collected data through online survey while the second set of data was
collected using two open ended question. The questions asking early
years practitioners and teachers how they detect safeguarding issues. As
Robson (2011) suggests, multiple methods are a useful way of addressing
different aspects of the topic. Participants were recruited using snow-
balling technique targeting early years practitioners and teachers who
work with children aged 3 to 8 years old in the South-East of England.
The survey was used to determine if safeguarding concerns have been
addressed, while stage two answers were sought to how nurseries and
primary schools were dealing with safeguarding concerns. Participants
were asked to write about their experiences during lockdown.
The online survey consisting of ten questions aimed to gather infor-
mation about safeguarding children whilst nurseries and schools are
closed amid COVID-19. The online survey avoided questions that
required confidential information being revealed or the need to report
criminality. All data were collected anonymously through a mobile-link
to the survey. The participants were informed that by completing and
submitting the survey they were consenting to their responses being used
as data. A total of 100 invitations to complete the survey were sent out to
a targeted audience, recruited from personal contacts of both the re-
searchers as well as using snowballing techniques. The response rate
equated to 55 percent, which the literature suggests is above the average
response rate to surveys (Lewin, 2011).
All closed question responses were pre-coded numerically (for
example, no¼ 0, yes¼ 1). Data were analysed within two sections; in the
first section, the online survey results were presented through graphs
related to e-learning and in the second section, qualitative data were
analysed thematically to highlight issues surrounding safeguarding and
emotional experiences of the participants.
5. Data analysis and results
5.1. Quantitative data analysis
The results from the survey are presented through graphs and nu-
merical analysis. We asked the participants, in light of the lockdown,
what steps they took to ensure that communication with children and
their parents, along with their teaching remained accessible to learners
akin to face-to face contact.
Participants answers revealed that the most popular medium for
maintaining contact with pupils and parents are ‘typed chat functions’
which was the method used by 34 participants. ‘Typed chat function’
may refer to any kind of communication and interpersonal relationships
in cyberspace using the chat channel as an interaction medium (Peris
et al., 2002). This kind of communication offers a real-time transmission
of text messages from sender to receiver that are generally informal and
short and that enables participants to respond quickly. Thereby, a feeling
similar to a spoken conversation is created, which distinguishes chatting
from other text-based online communication forms, such as email. A
number of free platforms are available for maintaining face-to-face
contact. However, this appears not to be the preferred option.
A further question asked related to how participants felt about using
online platforms for communication. McGrath (2020) reported that
generally, there appeared to be an air of panic surrounding the sudden
move to e-communication and e-learning among teachers. Responses to
this question have not reflected this panic mode. Although, more than a
third of participants (36%) felt unprepared, they did not report that they
‘panicked’. Being unprepared undoubtedly resulted from the immediate
move to e-learning, without sufficient warning. There may be an element3
of lack of training on the platforms required to use ‘e-working’. Almost a
third of participants reported that they had not used VLE before
COVID-19. A further 17% of participants admitted to ‘feeling anxious’
and 17% reported feeling ‘neutral. The reason for being neutral, as
Khan’s (2019) study highlights, is that teachers negotiate their voice in
favour of political correctness and neutrality.
To the question, ‘how parents and children reacted to the changes
made to their everyday practice’, two-thirds of participants reported that
most of the children and parents engaged with the new ways of
communication and e-learning.Whilst almost a fifth of participants, 18%,
reported that only a few of the children and parents engaged. This raises
concerns, not only relating to the detrimental effect of being absent from
education, but also to whether there are any underlying safeguarding
issues.
To the question ‘how participants dealt with those families who have
not engaged’, Fig. 2 shows measures taken to address this issue.
As Fig. 2 shows, the most common method to establish some kind of
communication was through emailing, 67% (53% using work email and
14% using personal email addresses). Only 18% of participants use the
phone/mobiles to contact their learners or their families. Unfortunately,
data was not collected on whether this approach was successful.5.2. Qualitative data findings
The aim of the two qualitative questions that the participants were
asked was to capture responses about how nurseries and schools are
dealing with safeguarding. The qualitative questions were:
1. How are you detecting potential safeguarding issues amid COVID-19
educational institution closures? and
2. What is the impact of your educational institution’s closure on you as
an educator?
6. Responses to question 1: How are you detecting potential
safeguarding issues amid COVID-19 educational institution
closures?
Owing to the immediate imperative to close all educational in-
stitutions in the UK, this created a ‘chaotic’ situation. One participant
highlighted how the priority was to concentrate on arranging online
teaching and not establishing contact with all the parents and children.
This particular participant reported that:
“Good point-hadn’t thought about this [safeguarding], focused on
teaching and creating online sessions.” (Participant 25).
This response demonstrates how participants where challenged with
prioritising their teaching role over their pastoral role (Khan, 2019). In
this particular institution the role of the safeguarding lead, who should be
co-ordinating and taking a lead on safeguarding issues, should have is-
sued guidance. The importance of institutions providing clarity is also
highlighted in the EYFS (2017) guidance. Conversely, several partici-
pants voiced how they had encountered challenges with identifying
safeguarding issues. “It’s becoming more difficult. I’m not completely
sure of how to detect it right now.” (Participant 27).
Despite the Department for Education issuing COVID-19 guidance on
safeguarding (Department for Education, 2020b) a week after school
closures, participants were still struggling to monitor safeguarding issues
effectively. A unified response from the participants appears to be that
identifying safeguarding issues amid COVID-19 school closures is near
impossible. “… there are few or no ways we are detecting safeguarding
issues, especially FGM or forced marriage.” (Participant 22).
In early April, further guidance was issued on vulnerable children and
young people (Department for Education, 2020c). This guidance pro-
vides advice on supporting children and young persons who are already
identified as vulnerable and arranging for them to continue attending
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with such guidance in place.
“We have received conflicting information; on the one hand the
government guidance says children are only to attend if they have a
social worker, elsewhere it says providers can use their judgement.
What about all those families who don’t meet the ‘thresholds’?”
(Participant 3).
Participants explained that although vulnerable learners or their
parents were being emailed, very few had responded. “We created a list
of vulnerable students but despite this, very few have responded to our e-
mail. I am rather concerned about this.” (Participant 24).
Most participants described how their institution set up well-being
teams to monitor safeguarding issues. These teams communicated with
parents once a fortnight and, in some instances, once a week. However,
these processes were not always successful.
“We have phone consults with parents and keep in touch via a closed
pre-school group. But the families that would be on the ‘radar’ are not
participating either, so safeguarding is a real concern during COVID-
19.” (Participant 2).
“It’s very difficult to detect these issues as these children are the least
likely to engage, or to be able to engage, from an unsafe environment.
These students may not be able to access learning or communication
methods.” (Participant 42).
To some extent the hands of teachers are tied. Parents and carers are
under no obligation to send learners to school amid school closures.
Weale (2020b) reported how parents are concerned about sending their
children to school and increasing the risk of coronavirus spreading within
their household. Also, by attending school, vulnerable learners are
highlighting their vulnerability to their peers, which some families fear
will attract stigmatism (Weale, 2020b). This potentially makes learners
vulnerable to peer hierarchies and discrimination.
The following quote highlights the concern early years practitioners
and teachers are facing by not knowing how to address the unknown, as it
was said that “… we are very concerned that some of our non-vulnerable
families will become vulnerable during this period and we will be un-
aware.” (Participant 33). This is a real undetectable risk, which supports
the argument as to whether school closures are causing more harm than
good. Lockdown can create a stressful and overbearing home environ-
ment. This could generate new potential risks to children physically,
mentally as well as emotionally. Moreover, there may be financial im-
plications of the lockdown that spirals families into poverty. Unless
children are from families where free-school meals are offered, or they
have previously been classified as at risk of harm, they will go
undetected.
Most participants describe online communication as the only form of
communication that they have with children and their families. Often
telephone contact with parents is unsuccessful. One participant explains
that:
“I have been keeping touch with my parents through email and
Tapestry. I have asked parents to upload photos of the children and I
have sent them some with messages for the children, although not all
have responded. I think this is the most we can do under the cir-
cumstances.” (Participant 6).
This illustrates how educators are making desperate attempts to
monitor safeguarding issues in an impossible situation. Four participants
utilised the platform Tapestry to communicate with parents and share
confidential information on their children. Tapestry is an online learning
journal that is widely used in an early years setting in the UK.4
7. Responses to question 2: What is the impact of your
educational institution’s closure on you as an educator?
The participants provided a strong emotional response to the school
closures, akin to a sense of bereavement. Emotional investment in
teaching is not uncommon as reported by Yoo and Carter (2017). Par-
ticipants 2 reported that:
“I experienced a feeling of loss almost grief like when schools closed
… we may not see those children again, who we have nurtured since
they were two …” (Participant 2)
Early years practitioners and teachers strive to engage with each child
to enable them to reach their full potential. The COVID-19 related clo-
sures have unexpectedly interfered with this process. Responses indicted
that participants have an overwhelming and powerful emotional connect
with their children, which supports the research conducted by Mikuska
and Fairchild (2020). Their qualitative analysis revealed that working
with children is emotional, and in many cases the emotional aspect of the
work goes unrecognised especially when practitioners and teachers are
dealing with safeguarding cases. Stress andworry were the two dominant
emotional responses that emerged from the participants. For example,
participant 3 explained the stresses of the situation:
“very, very stressful … not knowing if we will get paid … I think for
me, my primary concern is the impact on some of our families, I can’t
seem to shake off worrying about them.” (Participant 3).
The element of stress emerged as an indicator of financial hardship for
the participants, as well as the pressure to move to an online mode
quickly and efficiently.
Some participants thought that the children will be unequipped to
return straight after the lockdown. Participant 2 was very concerned
about the ‘transition’ period, from nursery (pre-school) class to reception
class, where more formal teaching starts. It was reported that:
“We are due to lose 2/3 of our cohort in July to the big school and
they were not ready or prepared for the transition. We also collec-
tively worry about the children that went up last year, having to move
to year one following just six months in reception.” (Participant 2).
What came through the data is a sense of the participants’ being
‘robbed’ of the opportunity to complete children’s journey with them. A
number of the participants stated that they miss working with the chil-
dren for whom they cared. Participant 6 for example reported that: “I
have been missing the children and been thinking about what they are
doing.” (Participant 6).
This illustrates the bond that develops between the educator and
learner. A child who attends nursery full-time will spend more time
during the week, in term-time, at their nursery than with their parents/
carers. Therefore, an early years practitioner would inevitably develop a
bond of trust, securing and wanting the best for their children (Mikuska
& Lyndon, 2018). Not having that daily contact could trigger a sense of
loss and longing.
Only one participant shared a sense of relief yet at the same time guilt
at the school closures. This emerged from concerns about protecting their
vulnerable family members from the risk of contracting COVID-19.
“… closing the school to stop the spread of the virus has affected me
positively, as I have very vulnerable family members and it has
therefore enabled me to keep them safe… Finally there is a feeling of
guilt that I am at home because of vulnerable family members, when
colleagues are still putting themselves at risk to be at school for key
workers children.” (Participant 4).
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forming the role of a ‘good’ and ‘proper’ teacher (Kelchtermans, 2005),
with balancing their personal identities and responsibilities. Neverthe-
less, a sense of having done well despite the circumstances was also
prevalent. For example, participants 38, 40 and 45 all reported that;
“Overall I felt positive. I have learnt some skills that I will use in the
future.”; “I felt very positive about the whole closure. I am proud to be a
teacher.”; and “When sessions went well, it had been great to connect
with pupils, despite the constraints.”
These comments clearly reflect how positively some participants feel
when they successfully address the demands of their organisation. Posi-
tive experiences enhance learning and teaching which is directly linked
to learners’ attainment and educational achievement. Yet, little is written
about the importance of emotions in education and how emotion is
embodied in teaching. This is surprising, especially when the position is
taken that emotions play a central role in the construction of the teacher’s
subjectivity (Zembylas, 2005).
It is important to highlight that these responses were at the beginning
of the first lockdown when most early years practitioners and teachers
were dealing with multiple and complex tasks. The analysis has
attempted to provide a picture of how a small number of participants
have adapted their practices due to school closures. The results from the
survey suggest that participants responded very quickly to a government
decision. However, this response was not without issues, as 31% of re-
spondents received no support from their nurseries and schools. Most of
the participant expressed concerns about how to detect safeguarding is-
sues. For example, participants 2, 3, 24 and 42 expressed worry for
children for whom they care, which they carried into their private space.
The research findings demonstrated that the caring part of the educator is
endless, which needs engagement with emotional labour as ‘skilled work’
(Bolton, 2004) to the personal costs of individual teachers. This further
indicates that teachers are required to manage their emotions and re-
lationships with learners and parents. As Brown et al. (2001) argued, the
emphasis in the education environment is on creativity, rather than on
emotional labour, and keys skills are seen as communication,
team-working, individual initiative and self-reliance. Therefore, it can be
argued that the work teachers are doing is emotion work, which goes
unrecognised (Mikuska & Fairchild, 2020).
This research reveals that participants worked hard to deal with
complex issues in a short period of time, which impacted on their
emotional state. Beside some negative impact, there were also positiveFig. 1. Online
5
feelings that were associated with helping ‘others’, and expressing par-
ticipants’ affections towards children, coupled with developing new
skills. Mikuska and Fairchild’s (2020) and Yoo and Carter’s (2017) work
on emotions recognises emotions in education and treats it as unrecog-
nised and sufficient for political debate that requires further empirical
study. This short survey builds on Mikuska and Fairchild (2020) work as
it illustrated that emotions are part of the participants’ professional role,
which should be recognised as skilled work.
Furthermore, the UK government, through various statutory guid-
ance, has provided a comprehensive safeguarding framework. This paper
highlights three statutory provisions that set out guidance for partici-
pants and educational institutions (such as nurseries and primary
schools) on how to embed safeguarding into their practice. Unfortu-
nately, it would appear that even with their best intentions, some of the
participants were unable to implement safeguarding strategies to
monitor and detect safeguarding issues through online communication
with children and their parents. Despite schools having designated
safeguarding officers, internal school guidance and policies for early
years practitioners on how to monitor and detect safeguarding issues
online were not forthcoming.
The research identified how some participants were unable to
communicate with some children and their parents amid school closures.
There may have been a simple explanation for this, such as electronic
devises were not available to the children to keep in touch with the
participants. However, from a safeguarding perspective a lack of
communication raises concerns to whether some children might have
been taken abroad and forced in a marriage. The ability to detect and
monitor absences, disappearances and changes in children’s behaviour
has significantly reduced during school closures, hence, raising fears of
an increase in forced marriages during this period.
8. Conclusion
With the outbreak of COVID-19 being declared a pandemic, this paper
gave chronological insight about how the UK government dealt with
lockdown within the first three weeks. Since online communication be-
tween parents, children and early years practitioners/teachers was the
only way to maintain some form of connection, we discussed which
platforms (See Fig. 1) were used. We also highlighted the issues around
early years practitioners/teachers keeping communication with all the
children. Our research revealed that even when the most robustplatforms.
Fig. 2. Measures taken to address those who are not engaging.
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gies when an unexpected situation occurs.
We acknowledge that new safeguarding processes are difficult to
adapt when early years practitioners and teachers are required to quickly
move communication with parents and children online. Therefore, a
review is required to ensure that a flexible safeguarding framework is
developed that can seamlessly enable detection of safeguarding issues in
the classroom to an online mode, amid school closures due to Covid-19.
Although the quantitative data suggest that early years practitioners and
teachers try their best to ensure the best outcome for children, our
qualitative data illustrate that this was difficult to maintain during the
first three weeks of the lockdown. The emotions expressed by the par-
ticipants relating to school closures, demonstrates the complexity of
balancing personal and professional practices (Khan, 2019).
At the time of writing this paper, safeguarding issues were arising, as
a result of using online platforms. It was not long before criminality
emerged within these platforms, and computer hackers took advantage of
captive audiences (Farrer, 2020). This resulted in authorities in several
countries suspending the use of Zoom by teachers. This raises safe-
guarding issues as parents have access to children other than their own,
whom they can see and directly speak to during these e-learning sessions.
The true extent of the impact of nursery and school closures on
teachers and children will emerge once the institutions have re-opened.
Undoubtedly, the question as to whether it was worth closing schools
amid the COVID-19 pandemic will be revisited, and indeed provides the
basis for a further study. This small-scale study captured the initial
impact and reactions to nursery and school closures. This research will
benefit policymakers, early years practitioners, teachers and safeguard-
ing officers in nurseries and schools, through engaging them in the
debate of detecting, monitoring and maintaining safeguarding issues
with children online, amid school closures.
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